I. Introduction
During the past decades, language education in Vietnam has been attenuated, especially in terms of language teaching methodology. In an effort to find an alternative approach which can potentially replace the traditional form-based and teacher-dominated approaches, and which can effectively promote learners' language proficiency, a number of innovations have been diffused. In 2004, for instance, a Presentation-PracticeProduction (PPP) method was officially introduced into the language teaching curriculum because this method was believed to satisfy the current needs: PPP reflected a notion of "practice makes perfect", common in many skills (Thornbury, 1999) and it provided a clear teacher role, in accordance with power relations often found in Asian classrooms (Skehan, 2003) . However, regarding the goal of promoting learners' language proficiency, educationalists, up to date, have realized that PPP is not successful as expected (Ellis & Shintani, 2014) . For one, PPP is too linear and behaviorist in nature. Thus, it does not take learners' linguistic syllabus and readiness into consideration (Ellis, 2003) . Also, PPP relies heavily on the use of decontextualized and meaningless drills (Wong & Van Patten, 2003) . In fact, PPP focuses too much on accuracy rather than fluency (Thornbury, 1999; Skehan, 2003) .
With regard to this problematic issue, the Vietnamese Ministry of Education and Training (Moet) decided to take action which aimed to give rise to a policy shift from a rule-based instruction into a more communicative-based instruction, stating that, "Communicative skills are the goals of the teaching of English at the secondary school while formal knowledge of the language serves as a means to the end" (Moet, 2006, p.6) or "learner-centered, communicative task-based" language teaching (Moet, 2006, p. 14) must be a priority. In 2008, to promote the move towards a more communicative approach the Vietnamese Prime Minister issued Decision No 1400/QD-TTg on Approving a national plan called "Teaching and Learning Foreign Languages in the National Formal Education System in the period of [2008] [2009] [2010] [2011] [2012] [2013] [2014] [2015] [2016] [2017] [2018] [2019] [2020] " which aimed to develop a foreign language curriculum in the nation-wide level, especially for English. However, all efforts have not led to an effective improvement until now.
Obviously, language teachers play an important role in the success or failure of a diffusion of an innovation (Markee, 1997; Borg, 2003 ; Van den Branden, 2009a; Ellis & Shintani, 2014) . However, the number of research into the effects of pre-/in-service teacher training on teachers' actual actions in their authentic classroom is still scarce. This paper, therefore, attempts to examine how Vietnamese EFL teachers, who have been using traditional form-based approaches for years, react to a training of TBLT in terms of classroom-based practice. Accordingly, recommendations for an effective teacher training program towards the implementation of TBLT will be suggested. using a variety of meaningful tasks, i.e., criterion-referenced tests (Long, 2015; Norris, 2016 ) in the post-task phase. Van den Branden (2016) highlights the concern that the TBLT teachers should also be involved in research-doing activity as (action) researchers and reflective practitioners, and as a result, the teachers can be considered as important change agents in innovations. However, these promising roles of the teacher are not stated in TTM.
Relationship between teacher cognitions and teacher actions
Obviously, what language teachers do in the classroom is not fully inspired by the theoretical knowledge to which they are exposed through the diffusion of an innovation or in training programs. Rather, the teachers tend to rely on their collective and individual teaching experience (Cochran-Smith & Lytle, 1993) together with a sense of ownership with respect to the innovation (Bailey, 1992) to deal with their teaching. The teachers often modify tasks given by the syllabus designers to suit their own beliefs on what they think is best for their teaching and learners (Van den Branden, 2016). Borg (2003, p . 81) conducted a study reviewing a selection of research into teacher cognition, stating, "teachers are active, thinking decision-makers who make instructional choices by drawing on complex, practically-oriented, personalized, and context-sensitive networks of knowledge, thoughts and beliefs". Van den Branden (2006) advocates that what the language teachers actually do in the classroom is also inspired by ideas about different teaching-related aspects, i.e., language education and learning, curriculum, school contexts, learners and so on.
In language education, research into the relationship between teacher cognition and teacher action in practical teaching conditions has received mixed results (see Borg, 2003) . One of the possible reasons can be explained in the incongruence between teachers' espoused beliefs and what they actually do: beliefs-in-action (Borg, 2001) . Van den Branden (2006) states that in authentic classrooms, it is not only the teacher cognition which promotes actions but the actions taken in the classroom also feed their cognition. In other words, this kind of relationship "is not unilateral, but interactive" (Van den Branden, 2006, p. 219). From this perspective, he suggests a list of factors which might explain the inconsistencies between what the teachers think, know, believe and what they actually act in the classroom. These include contextual constraints such as time limits, lack of appropriate teaching aids, conflicting beliefs, and finally conflicts between beliefs and skills (for instance, the teacher tries to allow learners the initiative to solve the problem themselves but lacks interactional skills to support them).
Clearly, the road from teacher cognition to teacher action is complicated and difficult to observe, even unobservable because what the teachers do in the classroom is not straightforward, but mediated by a number of factors and chaos (Van den Branden, 2009b). Therefore, research into the field of teacher cognition as well as factors contributing to the relationship between teacher cognition and teacher action is also one for continued consideration.
Teacher training of TBLT in Vietnam
The role of the teacher has been considered to be extremely important in any pedagogical changes (Hattie, 2012) . Vongalis-Macrow (2007, p. 436) mentions, "what teachers do and how they react to educational change is significant in determining the outcomes of change". Regarding TBLT adaptation, it is not an exception to highly evaluate the important role of the teacher (Prabhu, 1987; Willis, 1996; Samuda, 2001 He realized that the teachers demonstrated a lack of confidence in implementing TBLT due to the limited capacity and practical skills. Barnard & Nguyen (2010) conducted a study investigating how the Vietnamese teachers who had been trained of TBLT actually reacted in practical teaching. They found, "these teachers are faced with the problems of realizing an ambitious curriculum for which they had not been adequately trained" (p. 82).
In order to find out more evidence on the issue of teacher training towards TBLT implementation in Vietnam, this study, therefore, aims to examine how the language teachers, who have been using a traditional form-based teaching syllabus for years react to the training of TBLT in their authentic classroom practices. In addition, their concerns as well as beliefs towards the advantages and possibility of TBLT implementation in the context of Vietnam are also considered.
Research questions
The current study investigated the following research questions:
1. To what extent do Vietnamese EFL teachers, who have been using a form-based teaching syllabus for years, react to a training of TBLT in their actual teaching practices? 2. What are the teachers' concerns about the implementation of TBLT? 3. What are the teachers' beliefs towards the advantages and possibility of TBLT implementation?
III. Method

Context and participants
Three EFL teachers teaching at Can Tho university, Vietnam agreed to participate in this study. One of them was male and the others were female. Their age range was between 27 to 30 years. They all have been teaching English at tertiary level for at least 4 years. Prior to participating in this study, these teachers were officially trained about TBLT by one of the researchers who was supposed to know TBLT very well. About the training procedures, the teachers, firstly, were informed about TBLT theoretically. They were given all kinds of TBLT-related materials, i.e., books, articles and so on for reading purposes. Next, the teachers were asked to participate in a training workshop which was limited to one meeting of four hours. The training mainly aimed at presenting basic pedagogical teaching principles of TBLT as well as the role of the teacher in a TBLT classroom. For the trainer, he tried to illustrate his ideas of what makes a perfect TBLT approach. He also provided specific examples with the hope to make a transfer from what the teachers acquired during the training session into their teaching practices afterwards. In addition, a total of 180 non-English majored learners who were randomly arranged into six classes by the university also participated in this study. The learners had been studying English for at least 7 years at secondary level and they were currently taking a course of General English -level 2, a conditional subject required in their study program. The learners were considered to be comparable in English language proficiency because they were all tested by the university before registering the course.
Design
This is a qualitative research study. Data were collected via classroom observations to investigate how the teachers actually react to the training program towards the implementation of TBLT. A semi-structured interview activity (see Appendix 1) was conducted to investigate teachers' beliefs of TBLT after they had experienced it. Unlike conventional interviews which might limit participants' responses due to their psychological pressure or time limitation, the semi-structured interview allows participants to have more freedom and time to divulge their ideas in a safe way, resulting in reliable data. In order to compare the extent that the teachers change after the training, they were each asked to teach a similar reading lesson to two different classes by using two different methods: TBLT and TTM. In the next paragraph, we will describe the two teaching conditions in detail.
The TTM condition
With regard to teaching sequences, the lesson, in TTM, was designed in a fixed and systematic way following a three-phase sequence: opening, drilling and closing. In the opening phase, the teacher, after a greeting activity, immediately introduced the lesson content to the learners. A list of discrete linguistic items (grammar rules and vocabulary) associated with the topic was also provided, followed by the teacher's explicit instruction. In the drilling phase, the teaching time was fully devoted to learners' isolated practice of form-based reading. After this stage, the teacher corrected the reading exercises and gave feedback on learners' output explicitly. In the closing phase, the teacher introduced follow-up activities to offer learners free discussion about relevant topics (average from 3-5 minutes). In case of lacking time, the teacher was also allowed to skip this activity. The lesson was ended by the teacher giving learners homework and reminding them to review what they had been taught. It is noted that in the TTM, the interaction flow was unidirectional from the teacher to the learners. The teacher controlled all classroom activities and delivered explicit knowledge to learners. Learners were assumed as passive receivers who were expected to digest and memorize the knowledge given by the teacher. On the whole, the TTM primarily focused on accuracy rather than fluency.
The TBLT condition
TBLT teaching involved the integration of different language skills: the learners were given materials for reading or listening comprehension. Then, they were asked to write a communicative message pertaining to the text that they had read or listened to, or were asked to discuss or report on what they had read or written to their peers or groups. By doing so, all four skills were involved and integrated. About the teaching sequences, there were three phases consisting of a pre-task phase, a task-performance phase and a post-task phase (Willis & Willis, 1996 ). The pre-task phase began with a teacher-led introduction of a topic or a situation, followed by DOI: 10.9790/7388-0703055368 www.iosrjournals.org 57 | Page the learners discussing and sharing with the help of the teacher. In this stage, the learners were asked to work in groups. The learners' prior knowledge and personal motivation as well as interest were also strongly encouraged. During the task-performance phase, the learners were asked to work on tasks individually and then discuss or evaluate task outcomes with their peers. Clearly, interactional support occurred during this stage (and also throughout the lesson) played a crucial role in helping learners double check, revise and evaluate their own learning progress. In the post-task phase, learners were asked to report what they had performed. At this stage, the teacher also explicitly introduced form-focused activities to offer learners opportunity to practice certain linguistic rules or vocabulary. In addition, the teacher could correct learners' error and give necessary feedback. It was also worth considering task repetition or evaluation in this stage. On the whole, the primary focus was said to place on meaning through all lesson phases.
Task
In this study, because the main theme of the lesson was about tourism, thus, four reading texts describing four famous destinations in Vietnam were intentionally chosen (see Appendix 2). Three task types including a true or false statements task, a multiple choice questions task and a comprehension questions task were used. The choice of these task types was due to their popularity in the current teaching curriculum and also based on the assumption that learners were closely familiar with. In each task, there were five questions which were used to test learners' understanding of the reading texts. While teaching, the teachers (in the TBLT condition) were allowed to be flexible in using the given materials, and they were also encouraged to design extra tasks for their teaching providing that they could still satisfy the lesson goals.
Data collection and analysis
Data were collected from classroom observations and a semi-structured interview activity. Observations of teachers' performance in the TTM and the TBLT were conducted via video-recordings. In order to find out how well the teachers could apply the TBLT approach, the researchers did transfer the recorded data which was fundamentally based on the analysis of (1) basic TBLT teaching principles and (2) key roles of the teacher proposed in TBLT literature. In addition, semi-structured interviews of the three teachers were conducted. The interviews involved asking teachers to comment on three issues: concerns, advantages and the possibility of TBLT implementation in the context of Vietnam.
IV. Results
Results of the current study offer a framework for investigating: teachers' reaction to a TBLT training program; teachers' concerns and teachers' beliefs towards advantages and the possibility of TBLT implementation.
Teachers' reaction to TBLT training
The results indicate that although the teachers had been carefully trained about TBLT, they failed to apply this approach into their authentic classroom practices in both terms of teaching principles and the role of teacher. In general, the teachers violated principles of meaning-focused, learner-centered and holistic education through all phases of the lesson. In addition, form-focused and teacher-led activities were totally ignored. Regarding the teacher role, all teachers showed their weaknesses in performing their mediating roles (Van den Branden, 2016). For the sake of clarity, we will present the observed data with regard to teachers' actual performances in three phases of a TBLT lesson: pre-task, during-task performance and post-task performance.
In the pre-task phase, the three teachers opened the lesson by introducing a communicative activity for learners' involvement and discussion. By doing this, the teachers may actively involve individual learners into the lesson and also prepare necessary inputs, i.e., instructions, ideas, key vocabulary for them to perform the task in the next phase: task-performance. Teacher 3, for instance, decided to use a drawing activity to start the lesson. In order to arouse learners' interest and involvement, teacher 3 organized a group work activity and intentionally invited one volunteer in each group to come to the blackboard, together with the teacher, drawing a map of Vietnam. At the same time, others learners were asked to do a similar task with their groups, followed by intensive discussion about topic of the lesson -tourism. In this respect, teacher 3 could directly involve learners into the lesson, on the one hand, and successfully offer them an opportunity to contribute their ideas, on the other hand. Moreover, learners' prior knowledge and enthusiasm for the tasks could be activated. In contrast, the results indicate that teachers 1 and 2, whom we videotaped, failed to organize the opening activity in a communicative way. Both teachers were observed to quickly end up the activity and move to the next phase (task-performance) while the learners were still enthusiastically working on the discussion. Clearly, the teachers broke the communication flow among learners and potentially reduced their enthusiasm and interest in involving in the tasks.
During the task-performance phase, the data illustrate that all teachers failed to maintain TBLT teaching principles. As a result, they could not be able to show their role as a mediator in teaching. Clearly, the In-service teachers' reaction to a training program of Task-based language teaching: A case study .. DOI: 10.9790/7388-0703055368 www.iosrjournals.org 58 | Page teachers tended to over-emphasize on lexical-grammatical accuracy rather than learners' achievement in taskbased performance. They controlled too much and often interfered into learners' activity which resulted in violating the principle of learner-centered approach. Teacher 1, for instance, organized a group work activity to carry out the tasks but (s)he quickly turned it into a more lockstep-type activity for explicit teaching. Similarly, this happened to teacher 2, too. On the whole, they strictly followed the given material and tried to solve the reading tasks in a way similar to what they did in the TTM condition, that was the teachers read the reading texts aloud to learners for comprehension and invited individual learner to answer each of the questions for accuracy achievement. The only difference that could be found in these teachers' classrooms was that instead of sitting alone, as in TTM, learners sat in groups and tentatively listened to the teachers' instruction. Compared to teachers 1 and 2, teacher 3 exploited the group work in a more effective manner. After putting learners into groups, the teacher allowed them to work on the tasks freely. In this respect, it is supposed that teacher 3 could offer learners more opportunities to invest their mental effort into the task and, at the same time, promote their interactive skills through interacting with their peers. However, teacher 3 failed to show his/her supporting roles while trying to help learners solve difficulties in communication. The teacher was seen unable to use strategic ways to support learners. Very often, (s)he came to learners who were in need and directly gave clear-cut answers to the problems. As such, the teacher could limit the learners' ability to discover the problems themselves. Also, the teacher dominated learners too much and this resulted in hindering learners' language development. Similar to teachers 1 and 2, teacher 3 set a strong focus on achieving accuracy although these teachers, prior the study, had been carefully trained that the priority of teaching, under a TBLT perspective, must be placed on meaningful communication. In fact, instead of encouraging learners to continue to perform the task, teacher 3 intentionally stopped the activity to move on task correction. For the rest of the phase, teacher 3 was fully devoted to teaching linguistic features and helping learners achieve accuracy. In line with the task-performance phase, it does seem to indicate that all three teachers could not follow the post-task phase properly. In other words, they did not offer learners any chance to self-evaluate what they had learned. Also, the teachers did not summarize the learning output. It should be mentioned that none of the teacher applied principles of form-focused instruction and feedback-giving activities. Instead, they jumped to the closing stage directly (as in the TTM) to end the lesson after they had finished correcting the reading tasks in the material.
Teachers' concerns of TBLT implementation
Most teachers were highly aware that using TBLT, which claimed to place meaning as a priority, in the context of form-based syllabuses and assessment was a big challenge. Teacher 3 shared:
I have a doubt whether TBLT can help learners achieve high results in the exams which are still in favor of testing grammatical rules and vocabulary. Similarly, teacher 1 said:
In case of dealing with highly academic texts (currently used in our teaching context) which require learners to place a great focus on accuracy, I think it is too challenging for learners if they are treated by TBLT. With regard to learners, the teachers supposed that their learning attitudes were negative and they were too reluctant to follow TBLT. Teacher 2 described the learners as follow:
Learners were rather passive and shy in classroom discussion. 
Teachers' beliefs towards the advantages of TBLT
The results indicate that all teachers believed TBLT could promote interaction, resulting in increasing learners' language use ability. Teachers 1 said:
The learners had to interact a lot or listen to their group members and, importantly, they had real purposes to do those activities. As a result, they could develop language proficiency naturally. The learner-learner interaction was actually promoted in the TBLT classroom. I can see that learners enthusiastically involved in discussion and sharing information with their partners. I think that this can help promote the language use ability among learners. (Teacher 2)
In a similar vein, teacher 3 shared:
The learners, in the TBLT classroom, had a lot of opportunities to use the language in a communicative way. Through group work activity, I see that they were really excited and involved in the discussion and willing to interact with their peers. In addition, the three teachers admitted that TBLT classrooms could make the learning atmosphere much more comfortable. This could result in learners' high interest and motivation. Teacher 1, for example, said:
The learners did not work with pressure. They were not shy anymore and interestingly they dared to ask for help…. I personally think that learners were more enthusiastic and involved in their learning. Similarly, teacher 3 said:
What I realize in the TBLT classroom is that the learners were active and highly motivated. They talked more and were willing to share ideas with their classmates.
Teachers' beliefs towards the possibility of TBLT implementation and suggestions for an improvement
All teachers reported that the implementation of TBLT was surely possible if the following changes could be considered. First, there should be a must change in the teaching syllabus and the textbooks which should be in favor of TBLT. 
V. Discussion
The current study investigates how the in-service teachers reacted to TBLT training in their actual teaching practices. The results offer glimpses of to what extent the principles of TBLT can be transferred and integrated into their teaching and also describe how the teachers manage their roles while performing TBLT. The semi-structured interview data show the teachers' attitudes towards TBLT including concerns, advantages, and its possibilities. Accordingly, possible implications for the improvement of a TBLT training program can be suggested.
The findings show that most teachers failed to pursue principles of meaning-based instruction and learner-centered focus thoroughly throughout the lesson. The reasons behind this could be explained in the great influence of traditional form-based teaching methods and syllabuses, on teachers' beliefs which in turn decided their actions (Hu, 2002; Chow & Mok Cheung, 2004; Gorsuch, 2000) . Teacher 1, for example, revealed in the semi-structured interview that one of the most challenging tasks when implementing TBLT was how to achieve meaning-based focus while the teaching syllabus was said to prioritize form-based accuracy. Therefore, it is, first and foremost, necessary to suggest that changes in the current language teaching syllabus towards TBLT DOI: 10.9790/7388-0703055368 www.iosrjournals.org 60 | Page should be taken into account. By doing this, teachers can offer learners more opportunities and conditions to work with communicative tasks resulting in enhancing the language use ability. With regard to the principle of learner-centered focus, the teachers did not dare to allow learners to decide their own learning progress, but tended to over-control and interfere into learners' activities. Moreover, the results indicate that the teachers chopped up the language into discrete units for explicit teaching and this, unexpectedly, strongly violated the principle of holistic teaching in TBLT. For these violations, it could be explained that the teachers may not receive enough sufficient training towards the use of these principles (Barnard & Nguyen, 2010) . Thus, they might lack confidence and necessary skills to pursue them (Morris, 1996 ; C. Y. Li, 2003; Kam, 2004) . Therefore, it is suggested that policy makers need to invest in a more consistent and long-term trajectory of professional development for teachers. Instead of providing additional resources or one-shot training program, a gradual, careful and evolutional training should be encouraged. Similarly, teachers could not be able to apply the principles of form-based focus and teacher-led allowance into their teaching practice although they, prior to the study, had been carefully trained about these principles. The teachers, in general, preferred either to explain vocabulary and individual linguistic features to learners explicitly or to keep going on the lesson without considering the problems that learners were facing to. The reasons for this could be the result from the great influence of traditional teaching methods (as discussed above). Another possible explanation could be that the training program is not sufficient enough to convince the teachers to follow. Therefore, they are reluctant to follow it. In view of the fact that as many as 75% of all innovations fail into long-term effect (Markee, 1997; Adam & Chen, 1981) mainly because most adopters who were trained towards those innovations do not follow. Rather, they rely on their collective and individual experience (Cochran-Smith & Lytle, 1993) or they prefer to modify the task which they think is best for their teaching and learners (Van den Branden, 2016). Therefore, it is suggested for a future training program that it should not be too ambitious, but evolutionary (Carless, 1997) . Moreover, sustainable changes towards TBLT, which can be done, for instance, by combining both in-service trainings and the introduction of TBLT courses into the teaching syllabus (Linsen, 1994 as cited in Van den Branden, 2006) can be helpful.
Regarding possible concerns in case of implementing TBLT, most teachers complained about the current teaching syllabuses and assessment which, according to them, focused heavily on form-based instruction while the teachers, in a TBLT perspective, have to follow meaning-based teaching. It is suggested that policy makers and educational leaders have to make a careful and thorough investigation into current language teaching needs in order to make appropriate changes. In addition, the teachers claimed that they could not implement communicative and learner-oriented activities effectively due to the learners' negative learning attitudes. The reason for this could be explained in the great impact of assessment which mainly aims at measuring learners' achievement in accuracy, regardless of learners' language use ability in communication. Therefore, most learners seem to ignore communicative goals in their learning. It is implicated that educational leaders need to think of a change in assessment methods. Finally, large sized classes were reported as a serious problem hindering the implementation of TBLT. However, it seems that these teachers fail to realize one of the benefits of TBLT, that is it can offer great opportunities for peer interaction and for individual task-based work, even in large-size classes. This implies that the teachers need to be supported with regard to class management skills.
With regard to the advantages of TBLT, all teachers agreed that TBLT could help learners enhance language use ability. In view of the fact that TBLT follows meaning-based and learner-centered education which allows learners to interact and exchange information with their peers very often. Through communicating in real-life target tasks, learners can effectively develop their language use ability. Furthermore, the teachers admitted that TBLT could make the learning atmosphere more comfortable. In fact, TBLT can potentially activate the learning needs and interests, resulting in the enhancement of learners' intrinsic motivation (Cheng & Mose, 2011; Tabatabaei & Hadi, 2011 ).
The results also reveal that all teachers strongly believed in the possibility of TBLT if the following suggestions can be considered. First, a must-change in the teaching syllabus and the textbooks from a formbased focus to meaning-based focus should be taken into consideration. Second, traditional assessment methods which are in favor of linguistic accuracy should be replaced by TBLT assessment which considers criterionreferenced tests as heart of source for evaluation. In addition, the large number of learners in classrooms was reported as a big challenge for the implementation (D. F. Li, 1998; Carless, 2004) . Therefore, it is necessary for educational leaders and policy makers to consider it and find out the best solutions. Besides other related-factors impacting the adaptation of TBLT, the learner factor contributes a great effect (Lee, 2005) . Clearly, it is learners, who have been heavily influenced by the TTM, are extremely passive, attentive and reluctant to participate in discussion or share ideas. This, consequently, might cause failure in TBLT implementation. It is, therefore, suggested that considering learners as a real change agent in the innovation by offering them more opportunities to be involved in interactive activities, both inside and outside classroom environment can be a solution. Also, listening to what the learners actually need can help the teachers, on the one hand, to find out the 
VI. Conclusion
In summary, the overall results show that the in-service teachers could not properly transfer the theoretical knowledge of TBLT (including TBLT principles and the role of the teacher) that they had acquired during the training program to their authentic classrooms. Instead, they preferred to turn into traditional teaching as a secure solution due to a number of reasons (as discussed above). Among those, the heavy influence of traditional teaching methods as well as current form-based teaching curriculum and assessment is believed to be problematic. In addition, the lack of a sufficient training program is also one of the main reasons for the failure. Despite those difficulties, the semi-structured interviews also reveal promising data. It is indicated that all teachers believed that TBLT had a lot of positive characteristics which seem to match very well with the current needs of language learning and teaching in Vietnam. They supposed that TBLT could be successfully implemented if necessary changes were taken into consideration. Therefore, it is important for all related agents (policy makers, syllabus designers, test-makers, trainers, teachers, learners, etc.) to make a change in case of promoting TBLT implementation. It should be noticed that teachers always play a key role in such an innovation. Therefore, training teachers to apply TBLT into their teaching practice is extremely important. If this task cannot be done properly, any changes in language teaching will not be possible.
It is worth noting that limitations associated with this study are unavoidable. Firstly, the number of participants in this study is too small. Three teachers are not enough to be generalized to an overall conclusion. Secondly, the treatment time, which is limited to two 90-minute-lessons teaching is too short. It is suggested for future research that more participants should be involved and a longer treatment time should be considered. In addition, the current study tried to examine the teachers' application of TBLT into their teaching practice but not to investigate teachers' perceptions towards the training. Therefore, future research exploring in-service training teachers' perceptions towards TBLT training is needed.
